The concept of an 'interactive model' is crucial to the view of reading explored in this paper. It refers not just to the interaction between reader and text, but to the interaction between the information that the reader obtains by decoding (bottom-up processing), and the information obtained by interpretation (top-down processing).
Introduction
The concept of an 'interactive model' is crucial to the view of reading explored in this paper. It refers not just to the interaction between reader and text, but to the interaction between the information that the reader obtains by decoding (bottom-up processing), and the information obtained by interpretation (top-down processing).
Because of the close relationship between these various aspects of reading, teachers must focus both on language development (vocabulary, syntax, etc.) , and on reading strategy practice. Several researchers (e.g. Alderson 1984 and Clarke 1988) suggest that language problems seem to be the most frequent source of reading difficulties for EFL learners at intermediate level. Thus, the most suitable approach seems to be a balanced one, focusing sometimes on language and sometimes on reading skills (Williams 1984) .
Tn order to find out how far current coursebooks meet the requirements of an interactive approach to reading, a representative sample of ELT material currently used in Spanish secondary schools and language schools was analysed:
The coursebooks
Reading objectives

Selection of reading texts
The analysis was descriptive rather than based on actual implementation of the materials. It focused both on the activities designed to improve learners' linguistic competence, and on tasks designed to develop highlevel skills in learners, such as activating prior knowledge or schemata, guessing, and making inferences. Another aspect taken into account was the way the reading skill was integrated with the other language skills. This is of the utmost importance, for reading cannot be dealt with in isolation. The ultimate goal of teaching English at these intermediate stages is to enable learners to communicate effectively-'to use language appropriately' (Williams 1984: 11) . Reading is a use of language, hence the need for its integration with the other language skills.
With the exception of the Workout books, which do not specify reading objectives, the coursebooks seem to share the notion of teaching reading for both linguistic and non-linguistic purposes, since they mention the following reading objectives: to consolidate language, learn language, and develop reading skills Thus, in general, they seem to assume the importance of developing both lower-order and higher-order skills in learners, which is implicit in the teaching of reading according to an interactive model.
Several factors now influence the selection of reading texts for the EFL classroom. Apart from readability, other criteria taken into account include authenticity and reader interest. The notion of 'authenticity', together with that of 'simplification', has been a matter of debate among teachers and researchers for decades. An authentic text has traditionally been defined as one written for native speakers. Another interpretation is that proposed by Widdowson (1976) , for whom authenticity lies in the interaction between the reader and the discourse, that is to say, authenticity depends on the reader's appropriate response. As a result, he does not recommend the use of authentic texts at earlier stages, and proposes the 'doctoring' of texts, using simple accounts to achieve appropriate response! Davies (1984) also favours simplification; but his identification of authenticity and reader's response leads him to consider simplified texts as authentic.
The use of authentic texts has been strongly supported by researchers and teachers, especially those in favour of a communicative approach to language teaching. Moreover, those who view reading as an interactive process, recommend authentic texts of interest to learners (Bernhardt 1991) . In this respect, they suggest the use of appropriate pre-reading and post-reading activities to increase the comprehensibility of difficult texts.
In the present analysis, 'authenticity' is used in its traditional meaning. However, this cannot be assumed with reference to the authors of the present coursebooks because, although they refer to the authenticity of the texts, some of them seem to have engaged in some kind of 'doctoring' or simplification of the texts. Reader interest seems to have been another factor taken into account in the choice of texts. They all present texts taken from a variety of sources-similar to the ones students may encounter in real life-in order to maintain students' motivation and involvement (see Figure 1 ). At the same time, the topics seem to suit the age range they are aimed at (students aged 15 and over, and adults). Instructional One instructional outcome of interactive models of reading is the outcomes exploitation of reading materials in terms of a three-phase approach: pre-reading, while-reading, and post-reading. Advocates of this approach identify several purposes: building up and activating background knowledge (Grabe 1991) , practising reading skills, engaging in comprehension instruction (Grabe 1991) , and helping with the problems of language and motivation (Williams 1984) . In the coursebooks analysed, most authors incorporate recommendations of research into the design of their reading activities, presenting a three-phase approach.
Another instructional implication of interactive models is the need for a large recognition vocabulary to achieve fluency in reading. In this respect, some researchers have described the interdependence between vocabulary knowledge and reading (Krashen 1989 ). In addition, it has been shown by research that syntactic and vocabulary knowledge are essential for comprehension (Berman 1984) . Lexis has been identified as a source of difficulty for EFL readers; hence the need to develop students' recognition vocabulary. Several solutions have been proposed to achieve this: back-up devices, such as glossary or translation (Williams and Dallas 1984) , rapid recognition exercises, rate building exercises, and extensive reading (Eskey and Grabe 1988 ).
In the coursebooks selected, all the authors acknowledge the importance of vocabulary and, accordingly, they seem to incorporate a major implication of interactive models-the need for a large recognition vocabulary-into their reading activities. But they differ considerably in their approach to this issue: some include practice in the activation of prior vocabulary knowledge (Blueprint Intermediate and Upper-Intermediate), whereas the others restrict vocabulary practice to the postreading phase, including guessing word meanings from the text. It seems to me that asking learners to guess word meanings once they have completed the post-reading activities, does not make much sense. On the other hand, some of them do not include syntactic practice in the reading activities, but in a separate section (Blueprint Intermediate, Headway Intermediate). As regards the development of automaticity skills, only reading speed is developed by means of skimming and scanning.
It has been suggested that effective readers have to be able to understand the relationships between the parts that constitute a text. Consequently, to help EFL learners become effective readers, it is necessary to make them aware of such relationships. Several researchers recommend instruction on the cohesive ties of English: lexical reiteration, reference, substitution, ellipsis, and conjunction (e.g. Carrell 1988 and Williams 1983) . The analysis of text structure has an irregular treatment in the coursebooks reviewed. They do not present many activities dealing with this issue. Only three of them (Headway Intermediate, Workout Intermediate, and Upper-Intermediate) incorporate such exercises into the while-reading phase (e.g. arranging jumbled texts, event ordering, and matching topic sentences/paragraphs). This seems the best way of teaching cohesive devices-in context, and
The three-phase approach in practice Pre-reading phase integrated in the reading texts. The other textbooks present isolated exercises on the recognition and use of discourse markers, disconnected from the reading texts, which does not seem likely to help develop learners' sensitivity to text structure.
Following the findings of schema theory, interactive models of reading suggest that readers reconstruct the text information, based on the text, and on the prior knowledge available to them. This stresses the relevance of readers' prior knowledge for comprehension of texts. Accordingly, researchers have emphasized the need for schema activation before reading. Moreover, if students lack the appropriate schemata, they should be given them (Carrell 1988 and Barnett 1989) . These are, in fact, the two main functions of pre-reading activities, which seek students' involvement, interest, and motivation, as well as providing language preparation. Basically, they are a means of incorporating the learners' knowledge of the world, linguistic knowledge, ideas and opinions, before checking them against the text. At the same time, they generate vocabulary related to the text topic, thus aiding vocabulary development.
In the textbooks reviewed, the authors have incorporated most of these requirements into their pre-reading activities (see Figure 2 ). They present activities that activate and build up background knowledge, while at the same time helping with vocabulary development, and trying to arouse students' interest.
While-reading
The main goals of the while-reading phase are strategy and skill practice, phase and linguistic development, as well as helping learners to understand the writer's purpose, and the text structure and content. Several techniques help to achieve these goals, e.g. pre-text questions, which present learners with learning objectives before they read a text, and comprehension questions, which are the typical while-reading activity. Three main types of the latter can be distinguished: direct reference questions, which mainly practise language, rather than aid comprehension, since sometimes they can be answered without understanding the text; indirect reference questions, usually employed to recognize text cohesion, where the reader has to identify in the text the words a pronoun refers to; and inference questions, which require an understanding of vocabulary, and make the reader think about the text; as a result, they can help both check comprehension and to develop it.
With regard to the coursebooks selected (see Figure 3) , not all seem to fulfil the general aims related to the while-reading phase; only two of them provide language practice. In general, more practice in higherlevel skills involving inferring, guessing, and predicting would be desirable, since the ultimate goal must be to train and help learners comprehend texts, and not just to test understanding. This would apply in particular to Headway Intermediate and Upper-Intermediate, and Workout Intermediate and Upper-Intermediate.
The post-reading phase helps learners to consolidate what they have read and, at the same time, aims to relate the text to the learners' experience, knowledge, and opinions. To achieve these objectives, researchers (Barnett 1989 ) have proposed different activities, which contribute to the integration of reading with the other language skills, and which resemble 'real' activities performed by native readers, such as listing facts, summarizing, describing or providing information, as well as discussions, and writing compositions, new versions, or endings.
The aims of the post-reading phase are not equally catered for in the different coursebooks analysed (see Figure 4) . In this respect, it seems to me that both Blueprint Intermediate and Blueprint Upper-Intermediate offer the most consistent approach, since they provide a greater amount of activities that help consolidation and reflection on the texts, as well as a greater variety of creative tasks that help learners to relate their experience, views, and knowledge to the texts; and this variety contributes to the integration of reading with the other skills. Other coursebooks offer few opportunities for learners to relate creatively and imaginatively to the texts. The absence of such activities in the post-• reading phase hinders, in particular, the integration of reading with writing. 
Integration of reading with other language skills
The need to integrate reading with the other skills has been a consistent claim made by researchers (Barnett 1989: 141 and Grabe 1991: 396 Finally, an important implication for EFL teaching, derived from these conclusions, is the need to supplement deficient reading activities to help our learners become efficient readers and language users. Figure 5 reflects some subjective criteria and judgements derived from this analysis and its conclusions.
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